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Abstract 
Recently the literature has started to examine how the combination of stressful and motivating job characteristics influences 
teachers’ well-being. In particular, the aim of the present study was to investigate the interplay between job demands and job 
resources, by using the framework of the Job Demands-Resources Model. A questionnaire was administered to 439 Italian 
teachers working in secondary schools. The cluster analysis showed three groups of teachers, named as Resourceful, Stressed and 
Wealthy, who differ significantly in all considered work outcomes. Our results confirm the value of job resources as a core aspect 
that stimulates personal growth and allows teachers to achieve work goals regardless of the level of job demands. 
 
© 2012 Published by Elsevier Ltd. Selection and/or peer review under responsibility of  Dr. Zafer Bekirogullari of  Cognitive – Counselling, 
Research & Conference Services C-crcs. 
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Introduction 
Research in different cultures indicates that schoolteachers are among those professionals with the highest levels of 
job stress (Stoeber & Rennert, 2008), often caused by an excessive workload, failure of pupils to work or behave 
properly, poor relationships with colleagues, lack of suitable resources, constant changes within the profession, an 
inadequate salary and difficult interactions with the parents of students (Santavirta, Solovieva, & Theorell, 2007). In 
Italy, the lack of career development opportunities and continuous government reforms have been deeply affecting 
the school system. It is necessary to remember that in the last few years Italian schools have undergone far-reaching 
transformations, both on a political and social level, which have had a considerable impact on the role and function 
of teachers. These continuous changes have weighed heavily on teachers, who are subject to excessive work 
demands without a corresponding increase in salary or job security (Drago, 2006). There are various consequences 
and risks associated with these changes. One important effect concerns the requirement that teachers undergo 
continuous training and development of their skills, with a radical impact on their professional identity. If, on the 
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one hand, these transformations stimulate a process of cultural and professional growth for teachers, on the other 
hand it has become evident that there is no training plan capable of providing support for teachers in this 
professional growth (Lastrucci, 2005). Another aspect associated with this reform is the issue of fairness. A review 
of the international literature (Kyriacou, 2001) shows that one of the sources of stress most frequently reported by 
teachers is inequity (Van Horn, Schaufeli & Enzmann, 1999). In this regard, Buunk and Schaufeli (1999) show that 
teachers who seem to invest more in relationships (e.g. with students or colleagues) than they receive may suffer 
depletion of their emotional resources. Furthermore, the lack of opportunities for promotion, the low salary and little 
chance of advancement are often associated with dissatisfaction (Kyriacou, 2001) because economic and societal 
developments have led to an increased set of responsibilities and duties for teachers (European Commission, 2010). 
The third aspect related to the continuous changes and evolution of the training system is the disorientation and 
sense of insecurity perceived by many teachers. In fact, the teaching profession is characterized by ambiguous job 
definitions and a lack of given procedures (Somech & Drach-Zahavy, 2000).With regard to the reform on autonomy, 
for example, various research (Cavalli, 2000; Benadusi & Consoli, 2004) has shown how the constant sense of 
uncertainty resulting from continuous regulatory and organizational changes generates stress levels that are 
definitely higher than those produced on average by routine and well-established activities. Even if a large body of 
research literature shows that teachers are particularly at risk of stress (Istituto di Ricerca IARD, 2000; Dormann, 
2003; Chan, 2002; Bember, Brown, & Ralph, 2002), at the same time the international literature notes that many 
teachers are enthusiastic about their work (Rudow, 1999; Roth, Assor, Kanat-Maymon, & Kaplan, 2007), are 
engaged in their jobs and contribute to their organizations in a positive manner (Hakanen, Bakker, & Schaufeli, 
2006). In line with these results, the Job Demands-Resources Model (Schaufeli, Salanova, Gonzalez-Roma, & 
Bakker, 2002) also underlines the importance of considering positive characteristics that allow workers to grow 
professionally and emphasizes the role of job resources. In particular, the first assumption of this model is that, 
whereas every occupation may have its own speciﬁc risk factors associated with job stress, these factors can be 
classiﬁed into two general categories, which are job demands and job resources (Bakker & Demerouti, 2007). Job 
demands (JD) refer to those physical, social or organizational aspects of the job that require sustained physical or 
mental effort and, consequently, may lead to workers’ strain (Demerouti, Bakker, Nachreiner, & Schaufeli, 2001). In 
this context, inequity and role ambiguity can be seen as two specific job demands for teachers. Job resources (JR) 
are defined as those aspects of the job that are assumed to play either an intrinsic motivational role in fostering 
workers’ personal development, or an extrinsic motivational role as an instrument for achieving work goals, 
reducing the physiological and psychological costs associated with job demands (Bakker, 2011). In the teaching 
profession, one resource that may enable teachers and school organizations to respond to the changes presented 
above is professional development, which should assume a pivotal role in creating new vision that enriches the 
experience of teachers and enhances their new skills and practices in order to improve their students’ academic 
achievement (Desimone, Porter, Garet, Yoon & Birman, 2002). Literature has shown that professional development 
is most beneficial when it is long-term, school based and focused on students’ learning (Nir & Bogler, 2008). 
Another important resource for  teachers, as for most helping  service professions, is the possibility of recognizing 
and utilizing a social support system to deal with work stress preventing burnout (Kyriacou, 2001) and increasing 
job satisfaction (Brough & Pears, 2004). The second core assumption of the Job Demands-Resources Model is that 
negative (e.g. burnout) and positive (e.g. work engagement) aspects of well-being are the result of a combination of 
stressful and motivating job characteristics (Bakker & Derks, 2010). More specifically, job resources may buffer the 
impact of job demands on workers’ strain (Bakker, Demerouti, De Boer, & Schaufeli, 2003) and, according to the 
Conservation of Resources Theory (Hobfoll & Shirom, 2000), it seems that job resources become more salient when 
job demands are high and workers use this opportunity to accomplish goals and, consequently, increase resource 
gains. An example of this interplay between job demands and job resources is a study among Finnish teachers 
(Bakker, Hakanen, Demerouti, & Xanthopoulou, 2007) that shows how some job resources, such as supervisor 
support, innovativeness and organizational climate, maintain a high work engagement and help teachers only when 
they have to cope with high levels of pupil misconduct. Conversely, the workplace characterized by high job 
demands and low job resources is another example of the combination of stressful and motivating job characteristics 
that, unlike the previous research, results in the highest levels of workers’ burnout (Xanthopoulou, Bakker, Dollard, 
Demerouti, Schaufeli, Taris, & Schreurs, 2007). Even if Bakker and Derks (2010) hypothesized four combinations 
of demands and resources, characterized by high demands-high resources (i.e. work engagement), high demands-
low resources (i.e. burnout), low demands-high resources (i.e. boredom) and low demands-low resources (i.e. 
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apathy), to our knowledge researchers have focused mainly on the first two combinations (Bakker, Demerouti, & 
Euwema, 2005). Starting from these premises, the present work aims to investigate the role of the interplay between 
two job demands (inequity and role ambiguity) and two job resources (professional development and social support) 
in influencing some positive work outcomes, such as work engagement, organizational citizenship behaviour and 
job satisfaction. Since empirical studies confirming the existence of the four combinations are lacking, we aim both 
to examine the existence of other combinations of high/low levels of demands and resources, and investigate their 
relationship with different work outcomes. In particular, we hypothesized that the condition of high demands and 
low resources is related to the lowest level of positive work outcomes (H1), while the combination of high demand 
and high resources is associated with the highest level of positive work outcomes (H2).  
2. Method 
2.1 Participants 
Data were collected within a project aimed at providing a description of the potential of those working within the 
schools in terms of involvement and attitude to their work. 
The sample included 439 teachers. Women accounted for 62% of the sample. The average age was 43.39 (SD=9.60), 
with 58.8% teaching in lower secondary schools and the remaining 41.2% teaching in upper secondary schools. A 
total of 42.7% of them had been working for less than 10 years, 23.6% for 11–20 years and 33.7% for more than 20 
years.   
 
2.2 Measures 
Professional development was measured on a five-point Likert scale developed by Borgogni, Galati, Petitta, and the 
Centro Formazione Schweitzer (2005). The scale consists of four items such as “This work is improving my skills” 
and the scores ranged from “1” (strongly disagree) to “5” (strongly agree). 
Colleague support was measured through five items on the five-point Likert scale developed by Agervold and 
Mikkelsen (2004), using an Italian validation (Guglielmi, Paplomatas, Simbula, & Depolo, 2011). One example of 
the items is “There is collaboration between colleagues”. Teachers could answer on a scale from “1” (never) to “5” 
(very often). 
Role ambiguity was assessed through a five-item scale developed by Rizzo, House, and Lirtzman (1970). An 
example of the items is “Often I have to do things that have nothing to do with teaching”. The scores ranged from 
“1” (strongly disagree) to “5” (strongly agree). 
Inequity was measured on a five-item scale (Van-Yperen, Hagedoorn, & Geurts, 1996, Italian version: Guglielmi et 
al., 2011) assessed on a five-point frequency scale ranging from “1” (never) to “5” (very often). An example item is: 
“I invest more in my job than I gain from it”. 
Responsibility. This construct was measured on a five-point Likert scale developed by Guglielmi et al. (2011) and 
consists of three items such as “I find myself taking on responsibilities that should not be mine”. The scores ranged 
from “1” (never) to “5” (very often). Higher scores meant that individuals felt discomfort due to the “responsibility 
burden”. 
Work engagement. The short version of the Utrecht Work Engagement Scale (Schaufeli & Bakker, 2003, Italian 
version: Simbula, Guglielmi, Schaufeli, & Depolo, 2011) was used, consisting of a nine-item scale (three for each 
dimension): vigour (e.g. “During my work, I feel bursting with energy”), dedication (e.g. “My job inspires me”) and 
absorption (e.g. “I am immersed in my work”). We followed Schaufeli et al.’s (2006) recommendation and 
computed an overall engagement score of the UWES, which we used in the analyses. All items related to 
dimensions of engagement were scored on a seven-point scale ranging from “0” (never) to “6” (always). 
Job satisfaction was assessed through a single item (Wanous, Reichers, & Hudy, 1997). The statement was 
“Overall, how satisfied are you with your job?”, which was scored on a five-point scale which ranged from “1” 
(totally unsatisfied) to “5” (totally satisfied). 
Organizational citizenship behaviour was assessed using two scales of a version of the scale which was slightly 
adapted to the Italian school context (Perrone & Chiacchierini, 1999) comprising altruism, which included four 
items (e.g. “I help people who have a lot of work to do”), and civic virtue, also four items (e.g. “I attend meetings 
that are not mandatory, but that are considered important”). All items were scored on a seven-point scale ranging 
from “1” (totally false) to “7” (totally true). 
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Identification with organization was measured on a single-item graphic scale (Shamir & Kark, 2004). The scale is 
based on conceiving identification in terms of distance or overlap between entities in a cognitive space. Respondents 
were presented with seven pairs of circles representing various degrees of overlap, from no overlap (1) to complete 
overlap (7) between the circles. One circle represented the respondent and the other the organizational unit (school) 
to which they belonged. Respondents were asked to choose the pair of circles that best represented their perception 
of the relationship between them and their school. 
Openness to change was assessed by using a five-item scale developed by van der Heijden (1998, Italian version: 
Guglielmi & Sarchielli, 2006). The scores ranged from “1” (strongly disagree) to “5” (strongly agree). An example 
of the items is “I’m open to innovation and improvements in my job”. 
Pupil misbehaviour management was assessed through three items adapted from the scale developed by Bertocchi, 
Ansaloni, and Molinari (2003). An example of the items is “Student misbehaviour is a burden/obstacle to the normal 
management of the lessons”. All items were scored on a five-point scale ranging from “1” (totally false) to “5” 
(totally true). 
 
3. Results 
 
3.1 Descriptives 
 Data screening analysis was first conducted to check for deviations from normality (i.e. kurtosis and skewness) and 
to detect univariate and multivariate outliers. Because no deviations from normality emerged, the total of 439 
subjects were included in the subsequent analysis. Finally, missing values were replaced by the EM algorithm.  
The means, standard deviations, correlations and internal consistencies for all study variables are presented in Table 
1. All significant relationships between the variables were in the expected direction. Internal consistency for all 
variables ranged between .70 and .91 (Table 1); thus, all Cronbach’s alpha values exceeded the value of .70 that is 
traditionally used as a rule of thumb (Nunnally & Bernstein, 1994). 
 
Table 1. 
Means (M), Standard Deviations (SD), Internal Consistencies (Cronbach’s Į) and Zero-Order Correlations of the Study (N=439)  
**p<.01. *p<.05 
 
Variable M SD Į 1 2 3 4 5 6 7 8 9 10 11 
1. Inequity 3.45 .85 .83            
2. Role 
ambiguity 3.12 .85 .91 .41**           
3. Professional 
development 3.36 .74 .71 -.26** -.32**          
4. Colleague 
support 3.53 .84 .90 -.15** -.13** .34**         
5. Work 
engagement 4.76 .98 .90 -.06 -.29** .39** .21**        
6. Altruism 4.88 1.15 .82 -.03 -.08 .27** .35** .45**       
7. Civic virtue 4.81 1.35 .83 -.08 -.16** .35** .30** .48** .57**      
8. Openness to 
change 3.61 .74 .82 .07 -.18** .22** .20** .43** .40** .50**     
9. 
Organizational 
identification 4.66 1.28 n.a. -.20** -.26** .42** .39** .36** .28** .38** .22**    
10. Job 
Satisfaction 3.85 .82 n.a. -.27** -.28** .46** .31** .60** .33** .40** .34** .44**   
11. Pupil 
misbehaviour 
management 2.77 .93 .70 .11* .22** -.18** -.10* -.37** -.30** .28** -.29** -.13** -.31**  
12. 
Responsibility 2.67 .88 .76 .33** .44** -.26** -.11* -.21** .00 -.11* -.08 -.18** -.27** .18** 
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3.2 Cluster analysis 
In order to test the hypotheses, two job demands (inequity and role ambiguity) and two job resources (professional 
development and colleague support) were used to classify teachers into different groups on the basis of their pattern 
of job demands and job resources. Prior to the cluster analysis all grouping variables were normalized by z-score 
transformation. As recommended by Gordon (1999), we followed a two-step procedure in identifying cluster 
groups. Firstly, hierarchical clustering using Ward’s (1963) clustering method with squared Euclidean distances 
were used to determine how many clusters to expect and where to place the initial cluster centres. Then, k-means 
cluster analysis procedures were used to group individuals. This combination of clustering methods capitalizes on 
the strengths of both methods and compensates for their weaknesses (Fisher & Ransom, 1995; Henry, Tolan, & 
Gorman-Smith, 2005). 
An examination of the agglomeration schedule, dendrogram, and percentages of individuals in each cluster for each 
solution indicated that a three-cluster solution minimized the differences of individuals within clusters and 
maximized the heterogeneity of individuals between clusters. Using the three-cluster solutions and initial cluster 
centres obtained from the hierarchical analysis, a k-means cluster analysis was computed to reassign observations on 
the basis of the minimization of distances between each observation and the cluster centres. 
The means for the three clusters on all variables included in the study are presented in Figure 1. To follow the usual 
procedure, low (high) was considered the teachers who scored under (above) the mean value of zero after a z-
transformation. The first cluster (named Resourceful), which characterized 26.9% of the participants (n=118), shows 
high levels in both JD and JR. Thus, it comprised those teachers who are able to act effectively, especially in 
difficult situations, because they are capable of finding clever ways to overcome difficulties. The second cluster 
(named Stressed), including 34.9% of the participants (n=153), shows high levels in JD and low levels in JR. This 
cluster comprised those teachers who believe they do not have sufficient resources to cope with the demands and 
stresses of the job. Finally, the third cluster (named Wealthy), characterizing 38.3% of the participants (n=168), 
shows low levels in JD and high in JR and encompassed the teachers who do not perceive a burden from their JD 
and are marked by abundance in terms of job resources. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1. Group centroids for the three combinations of JD and JR 
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3.3 Demographic characteristics  
Firstly, we compared the three groups with regard to demographic characteristics (i.e. gender, age, job tenure and 
type of school). The results from chi-square tests showed that the three groups did not differ in terms of gender, job 
tenure and type of school. The results from ANOVA showed that the three groups differed in terms of age (p=.025). 
In particular, the Wealthy group comprised the younger teachers (M=41.75, SD=9.60) in comparison with the other 
groups. 
 
3.4 Organizational and personal characteristics 
Using MANOVA, we evaluated statistically the differences between the three clusters on all scales. We found an 
overall significant multivariate effect of cluster solution, with Wilks’ Ȝ = .67, F (16, 858)=11.90, p=.000, partial 
Ș2=.18. Subsequent univariate analyses of variance (ANOVAs) indicated that the clusters differed significantly on 
each scale considered (Table 2). Post-hoc Tukey tests were applied for pairwise comparisons.  
Results revealed that it was particularly the teachers with high JD and low JR who were different from the other 
groups. To be specific, with respect to the perception of work engagement, civic virtue, openness to change, 
organizational identification and job satisfaction, the Stressed teachers showed a significantly lower mean than all 
other groups, which did not differ between them. With regard to the perception of altruism, teachers with high JD 
and high JR (i.e. Resourceful) were found to have significantly higher ratings than those in the other groups. Finally, 
teachers with high JR and low JD (i.e. Wealthy) showed less difficulty in the management of pupil misbehaviour 
than teachers with high JD and low JR, and lower levels of responsibility than both other groups. 
The last columns of Table 2 show the partial eta squared value (Ș2). Partial eta squared measures the proportion of 
variability associated with an effect when the variability associated with all other effects identified in the analysis 
has been removed from consideration (Richardson, 2011). Cohen (1969) suggested values of .0099, .0588 and 
.1379, respectively, to indicate small, medium or large effects for this measure of the proportion of variance 
explained. Thus, in our analysis the proportion of variance between the engaged groups can be considered from high 
to medium magnitude, except for the management of pupil misbehaviour which denotes a small effect. 
 
Table 2. Between-group differences for all variables (N=439) 
 
 
Resourceful 
n=118 
Stressed 
n=153 
Wealthy 
n=168   
 M (SD) M (SD) M (SD) F (2; 439)  Partial Ș2 
Work engagement 4.90 (.89)ab 4.40 (1.07)bac 4.99 (.08)cb 17.37*** .07 
Altruism 5.29 (.97)abc 4.49 (1.20)bac 4.95 (1.10)cab 17.95*** .08 
Civic virtue 5.20 (1.21)ab 4.31 (1.36)bac 5.00 (1.31)cb 18.27*** .08 
Openness to change 3.83 (.67)ab 3.40 (.70)bac 3.66 (.77)cb 12.51*** .05 
Organizational identification 4.91 (1.15)ab 4.03 (1.41)bac 5.06 (1.00)cb 33.11*** .13 
Job satisfaction 3.97 (.74)ab 3.43 (.84)bac 4.16 (.69)cb 38.92*** .15 
Pupil misbehaviour management 2.81 (.93) 2.92 (.98)bc 2.61 (.85)cb 4.81** .02 
Responsibility 2.91 (.86)ac 2.98 (.82)bc 2.22 (.76)cab 41.61*** .16 
Note: abc Different letters denote significant differences between age groups. 
***p <.001. **p <.01.  
 
4. Conclusion 
 
The aim of the present study was to investigate the interplay between job demands (inequity and role ambiguity) and 
job resources (opportunity for professional development and colleague support), by using the general framework of 
the JD-R model (Bakker & Demerouti, 2007). Since empirical studies confirming the existence of the four 
combinations are lacking, we aimed to examine both the existence of these four combinations of JD and JR and their 
relationship with different work outcomes. In line with previous studies (Bakker et al., 2007; Xanthopoulou et al., 
2007), we hypothesized that the condition of high demands and low resources is related to the lowest level of 
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positive work outcomes (H1), while the combination of high demand and high resources is associated with the 
highest level of positive work outcomes (H2). 
In order to answer our research question we conducted a cluster analysis which resulted in three clusters. 
Participants in the first cluster (Resourceful) are characterized by high levels of both JD and JR. These teachers are 
able to act effectively, especially in difficult situations, since they are able to use job resources in a clever way to 
overcome difficulties fostered by job demands. The members of the second cluster (Stressed) show high levels of JD 
and low levels of JR. They feel they do not have sufficient resources to cope with demands and job stresses. Finally, 
those in the third cluster (Wealthy) show low levels of JD and high levels of JR. Teachers in this cluster do not 
perceive a burden from their JD and possess a wealth of job resources that support their activities. 
Results of the MANOVA analysis showed a significant effect of the cluster solution. Subsequent ANOVAs 
indicated that the clusters differed significantly on each scale considered.  
In particular, Stressed teachers differed significantly from the other two groups and presented the lowest score of 
work engagement, civic virtue, openness to change, organizational identification and job satisfaction. The other two 
groups, characterized by similar levels of job resources (i.e. high) and opposite levels of job demands, showed the 
same pattern in all variables excepting altruism, management of pupils’ misconduct and responsibility. In fact, 
Resourceful teachers perceive themselves as more altruistic than those in other groups. Individuals with high JR and 
low JD (i.e. Wealthy) show less difficulty in the management of pupil misbehaviour than teachers with high JD and 
low JR (i.e. Stressed), and lower levels of responsibility than both other groups. This result is understandable if we 
consider that if a teacher does not clearly understand his/her role (ambiguity of role) and is also aware of strong 
inequity, he/she will invest less energy into the management of the class. Furthermore, in order to restore equity, one 
of the strategies is to invest less and to restore the balance in the system (Buunk & Schaufeli, 1999). This aspect is 
not of minor importance because management of students is one of the most important tasks for teachers. 
Overall, the results confirmed our first hypothesis, while the second hypothesis is only partially supported since the 
Resourceful cluster shows, as hypothesized, high levels of positive outcomes, but such positive outcomes are not 
significantly higher than those of the Wealthy group. 
It could be interpreted from these results that it is the presence of high job resources that stimulates personal growth 
and allows teachers to achieve work goals regardless of their perception of equity and role ambiguity. As Bakker 
noted (2011), resources are not only necessary to deal with high job demands but they are also important in 
themselves as they fulfil human needs for autonomy, relatedness and competence (Deci & Ryan, 1985). In this 
regard, on the one hand, personal development may assume an intrinsic motivational role in increasing competence 
and, consequently, work engagement and satisfaction, while social support may gratify the need to belong, 
influencing organizational identification with the school. On the other hand, these two resources may also play an 
extrinsic motivational role because the possibility of improving skills and colleagues’ support increase the likelihood 
of being successful at work with a positive influence on work outcomes such as work engagement and job 
satisfaction. 
With regard to clusters obtained, we found three groups with combinations of different levels of job demands and 
resources. Such clusters differ from those defined by Bakker and Derks (2010). In fact, the previously mentioned 
authors posit that the high resources-high demands group encompasses the most engaged workers. However, we 
found that there are no significant differences in engagement between those experiencing respectively high and low 
demands. The reason may depend on the distinction between challenge and hindrance demands. This categorization 
was proposed in a recent study (Crawford, LePine, & Rich, 2010) in order to clarify the relationship between job 
demands and work engagement. Hindrance demands tend to be appraised as constraints, barriers or roadblocks 
which thwart personal growth, learning and goal attainment. Challenge demands have the potential to promote 
mastery, personal growth or future gains, so they are perceived by employees as opportunities to learn, achieve and 
demonstrate their competence. Therefore, challenge demands (e.g. workload, job pressure) relate negatively to 
burnout and positively to work engagement, while hindrance demands may associate positively with burnout and 
negatively with engagement. Thus, an explanation for the reason why high resources and low demands show a 
positive association with work outcomes may derive from the fact that our study includes demands that refer to a 
second category (i.e. hindrance demands). This consideration may also shed light on another aspect, which is that 
jobs that carry low demands may be less challenging but preserve workers from negative consequences such as 
burnout. Thus, even though Bakker and Derks (2010) define this condition as boredom, we propose the lack of 
hindrance demands as a healthy situation. 
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In sum, our results confirm the great value of job resources and, on the basis of the categorization of job demands 
(hindrance vs challenge), future research could also consider applying a similar distinction to job resources in order 
to better understand the interplay presented above. 
In this context, the DISC model set up by de Jonge and Dormann (2003) could be considered as an example, since 
the model posits that job resources are more likely to neutralize job demands when they belong to the same domain 
as the job demands (cognitive, emotional or physical state). Another example is the vitamin model of Warr (1994), 
which hypothesizes a classification between constant effects job characteristics (i.e. physical security, availability of 
money) and additional decrease job characteristics (i.e. opportunity for skill use, interpersonal contact). Future 
research developments could, therefore, be of interest in the study of interplay between different typologies of job 
demands and resources. 
From a practical point of view, our results emphasize the necessity for interventions aimed at improving learning 
opportunities and development for teachers. In fact, to cope with the increasing demands, responsibilities and 
changes that Italian teachers have to undergo, the possibility of personal development seems to be one of the most 
important resources and, at the same time, is able to generate, through its intrinsic value, a high level of engagement 
in teachers towards their own work. This aspect, however, is not appropriately taken into consideration, since during 
the third research by the IARD Institute (Moscati, 2010) Italian teachers claimed not to have received adequate 
training for their job and complained that there was a need for training related to didactic aspects and the teacher-
pupil relationship, not to mention relevant organizational problems. This survey highlights how teachers do not feel 
directly involved in the organizational management of the institute but they are subjected to their decisions. The 
organizational aspects, as is well known and also confirmed by our results, have a significant impact on health and 
teacher performance. 
There are a few limitations that should be acknowledged. First, our measures were based on self-reported data 
(common method variance bias). Of course, a multi-methodological approach (combining self-report and objective 
data) would be the best choice. The second limitation was that our study was based on cross-sectional data. Clearly, 
we need longitudinal studies on the relationships between demands, resources and outcomes, including buffering 
effects. The third limitation concerns the demands (role ambiguity and inequity) and resources (colleague support 
and professional development) used; we need to investigate the role of other variables to test whether the 
combination of JD and JR confirm our findings.  
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